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The study of the economics of education has a history that can be regarded as long, or short, depending on the perspective. As early as the eighteenth and nineteenth century, physiocrats and classical economists dealt with education as an economic phenomenon.
1 However, it was first in the middle of the twentieth century that education became a fundamental issue in the science of economics, due in large part to human capital theory which, among many other things, highlighted the impact of educational attainment on economic growth. 2 One of the key areas of research within the field of education economics is the study of educational finance. In the OECD countries, the expected length of five-year old child's education in the year 2000 was 16.8 years, representing more than onefifth of a child's life expectancy. In addition, an increasing number of these individuals are internationally mobile during their education. The funding of this lengthy and geographically diverse education entails enormous costs. In 2004, it was reported that the OECD countries spent an average of 5.8 percent of their GDP on education alone. 3 Issues regarding the funding of such immense costs have generated research on topics such as the effects of the marketisation of education, and the balance between national, regional and local funding of education. 4 Some of this research is, as will be discussed below, historical in nature. The articles in this special issue discuss the 1 B. F. Kiker, "The Historical Roots of the Concept of Human Capital, " The Journal of Political Economy 74, no. 5 (1966) (New York: McGraw-Hill, 1992) , xv-xvii; Mitch (2004), 262-64. history of educational finance, using three particular sectors as points of departure: primary education, popular education (folkbildning) and higher education. Below, these articles are placed into their respective fields of research.
The history of schooling and school finance
The ever-growing research into the history of schooling has dealt with a wide variety of topics. Apart from school policy and administration, and the history of curriculum and individual school subjects, the research field has covered topics such as the history of schoolhouses, school yards, teachers and pupils. The number of theoretical perspectives has multiplied. In addition to basic concepts such as gender, social class and ethnicity, the research also utilises concepts such as social discipline, professionalisation, discourse, lived experience, material culture, and more. 5 Consequently, our knowledge of the history of schooling has increased immensely. Just in the last couple of years, studies in the Nordic countries have, for example, dealt with the history of urban schools in Norway during the eighteenth century, the introduction of state school inspectors in Sweden during the nineteenth century, and school architecture in Denmark during the twentieth century. 6 In addition, there are studies that have dealt with the coping strategies of rural teachers in Finland, and the demographics of Icelandic schoolteachers.
7
The expanding research on the history of schooling has, however, traditionally paid little attention to matters of school finance. The history of primary school finance deals, in its most general definition, with issues such as how the financial burdens of the school system are shared between the public and the private sector, between levels of local and central government, and how the school systems' resources are created, distributed among schools and school districts, and spent on teachers' salaries, administration and premises. 8 The history of school finance therefore covers a wide area, ranging from issues on school policy and school administration, to the implementation of school finance reform and regional patterns of revenues and expenditures.
5 See e.g., Bengt Sandin, Hemmet, gatan, fabriken Levin (1987), 426-27; Odden and Picus (1992), 1; Mitch (2004), 260-64. Despite the relative lack of interest in how the funding of schooling was historically structured, a number of fundamental investigations have been carried out. These include Carl Kaestle's analysis of school funding in Massachusetts during the nineteenth century, Norman Morris' investigation into the politics of school finance reforms in England and Wales in 1833-1870, and Raymond Grew and Patrick Harrigan's detailed studies of school financing in France during the nineteenth century.
9
In addition, David Mitch's analysis of the relationship between government grants and schooling in England must be recognised, along with Peter Lindert's and Nancy Beadie's publications, which, among other things, have dealt with the issue of decentralised school funding.
10
These studies highlight a number of topics to be dealt with in future studies. Morris demonstrates an interest in issues of policy, which have often been at the centre of school funding reforms, while the studies of Mitch and Grew & Harrigan represent studies into the relation between schooling, government interventions and society. Lindert's study raises questions regarding the international history of school finance, and the patterns which emerge at that level of analysis, while Beadie's work is an example of the fruitfulness of local case studies. However, it may be possible to recognise an increased interest in the history of school finance. At the World Economic History Conference of 2012, a session titled "Financing the Rise of Popular Schooling" was organised by Latika Chaudhary, and similar topics have been covered by sessions at the European Social Science and History Conference in 2012 and 2014, and the Annual Meeting of the Social Science History Association in 2014. Moreover, a number of studies on the subject have been published recently, in addition to the ones mentioned above.
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In the Nordic countries, however, comparatively little research has been conducted in respect to such matters. To our knowledge, the greatest efforts have been made on Swedish soil. Beside dissertations from the early twentieth century, which present some insights into the economic conditions of primary schools, Gunilla Klose's licentiate thesis, completed in 1992 and published in 2011, constitutes a pioneering work, and so far the single most important contribution to this field of research. 12 Using questionnaires that were distributed among Swedish parishes in 1768-1839, Klose deals with a number of significant questions regarding the funding of the Swedish school system before the first elementary school act of 1842 (1842 års folkskolestadga). In short: what costs characterised this school system, who covered them, and why?
Using such questions as point of departure, Klose maps the emergence of a rudimentary school system which was placed primarily in the diocese of Lund, in southernmost Sweden. 13 As in other studies on the expansion of mass education, peasants appear to have been the driving force.
14 Although there were instances when landlords participated in the funding of, for example, school houses, it was the parishioners that covered most of the costs associated with schooling.
Over the past few years, it is possible to discern a growing interest in the history of school finance, primarily at the Department of Education at Uppsala University. In this research milieu, a number of aspects of the expanding mass education in 1820-1950 have been studied by historians and sociologists of education. Esbjörn Larsson has dealt with the economic conditions and consequences of monitorial education during the early nineteenth century. Johannes Westberg has engaged with the funding of the expanding mass education in 1840-1900, Madeleine Michaëlsson has analysed the different ways private iron mills contributed to the public primary school system 1850-1920 and Magnus Svensson has analysed the centralising tendencies of the school system in the early twentieth century. 15 More than simply answering questions, these studies also raise a number of questions regarding the funding of school systems at central and local levels, and the local and regional differences in school funding. Challenging issues regarding the implications of various funding systems for the educational activities of schools are also among the questions that require further study, which also holds true for the changing role of the market in education.
The funding of popular education
In Sweden and the other Nordic countries, popular education has become an established field of research in recent decades. Since the phenomena we discuss have no commonly accepted term, and the terms used have different meanings in different national and linguistic settings, our terminology must be explained.
In the Swedish language, the term generally used in public as well as scholarly discourse is folkbildning. Similar terms are also used in Norwegian and Danish (folkeopplysning, folkeoplysning), and in earlier epochs in Finnish (kansansivistys). Today, the common Finnish term is (vapaa) sivistystyö -(free) educational work. In all of these cases, the concepts cover a relatively wide field of non-formal educational institutions; on the one hand: folk high schools, and on the other: study circles, public lectures and various cultural activities, often organised by larger study organisations.
16 Thus, Nordic popular education has a much wider meaning in comparison to other countries, where the concept is often associated with radical and emancipatory education from below, usually connected to labour movements aiming at social and political change. 17 This form of popular education also exists in the Nordic countries, but only as a segment of a larger mass of educational activities, prompted by different political and social forces.
To add to this confusion, activities labelled as popular education have also been used for various types of education directed at the working classes, for example, regular schools.
18 Although the term popular education poses problems, we have chosen to use it, as it is the most commonly accepted term in academia, rather than alternative terms such as non-formal adult education.
19
Nordic popular education must also be perceived as a discursively shaped phenomenon whose organisational forms have shifted over time. For instance, public libraries, founded in the second half of the nineteenth century and onwards, were for a long time considered central parts of popular education by social movements and governmental officials. However, today they are only partially addressed as such. The reason for this change is due to the fact that modern libraries, in nearly every case, are run by municipal authorities.
Popular education has traditionally been connected to the voluntary, nonprofit, third sector in public discourse. This highly ideological view of the phenomenondeeming it as independent from the state, free and voluntary -has deeply affected Even that has its problems, though. First, popular education organisations generally also include youths from the age of 14-15 years. Secondly, the term "non-formal" -making boundaries towards regular schools, universities and adult education that is directly aimed at complementing regular schools -is also difficult. For example, folk high schools can be considered partially formal, e.g. in Sweden having a sort of grades, often functioning as an alternative to formal adult education, and in some cases serving as outright vocational education.
its historiography. One can probably find at least a partial explanation in the fact that the history of popular education for a long time was conducted by researchers close to the field of application. Consequently, popular education has generally been studied from an internal perspective, not as a part of a larger context of cultural and/ or educational institutions. Some scholars have described existing research as protective of the strict borders between popular education and institutions not considered part of the idealised vision of it. For example, vocational education in folk high schools, has only recently been investigated by scholars.
20
Popular education has largely been studied in a context of ideology, culture and pedagogy. Particularly, the educational doctrines in organisations and certain influential individuals have been at the centre of inquiry. 21 However, the financial contexts and material preconditions of popular education have largely been overlooked, even though most institutions have depended on state and municipal funding. Perhaps this blind spot is a result of the aforementioned ideological and idealised view of the subject. Even if quite a few historiographers have acknowledged government grants, they have only briefly addressed their design, impact, and regulatory functions.
22 Remarkably, considering the rather vast literature on popular education in the Nordic countries, only a few have made the economics of popular education the main topic of analysis. 23 In adjacent fields, such as the sectors of social movements or formal adult education, financial issues and material conditions have held a more pronounced position.
24
Analyses on the economic contexts of popular education must be linked to even wider fields, such as cultural politics, and general questions concerning the relationship between the state and the field often termed civil society. For example, this International mobility in higher education and research
In higher education, research financing, teaching costs and salaries are constant themes. This is even truer for the internationalisation of higher education. Exchange programs, scholarly visits and guest lectures, international teaching and research collaborations are costly undertakings which demand funding for individuals as well as for participating institutions. Historically, there has been a strong consensus that science is international and therefore international collaborations and experiences are important for the national context. Common arguments are that travelling and collaborating promotes scientific advancement, international understanding, national growth and development as well as develops the learning processes of students and researchers alike. There are, however, various ways to approach the subject of internationalisation and economy. Different aspects of this complex problem have been dominant in international research in different time periods. This variation in foci does not imply that other aspects have ceased to be important, but rather that certain aspects either have been seen as obsolete or taken for granted by research(ers).
For the last two decades, a dominant rationale has been competition on an international educational market. 28 Especially in countries receiving a large number of international students -foremost the USA, Great Britain and Australia -recruiting students from abroad has been seen as a way for universities to compensate for funding deficits and for states to gain additional revenue. Higher education is increasingly becoming an important export product for various countries through the establishment of international branch campuses, while traditional international students contribute to the economies of the countries in which they reside. For example, estimates state that foreign students contributed $18.8 billion to the US economy in the academic year 2009/10 alone.
29 Thus, presently, higher education is seen as a commodity which can be traded freely on a global educational market to whoever is willing to pay for it.
30
There are winners and losers in any market. In the international market of education the winners are most obviously larger countries with highly ranked universities in majority English speaking countries. The losers are to a large extent the poorer countries of the globe with weak systems of higher education which are drained of economic resources (through students paying tuition fees abroad) and of skilled academic labour (through the international recruitment of researchers). To a lesser extent the losers are also smaller states in the industrialised world, who are not able to compete with larger states in the recruitment of international students and who themselves tend to be drained of their academic youth.
This idea of a global market has very recently also found its advocates within the Swedish government. In Sweden, foreigners previously had the same access to higher education as nationals which, in combination with a large amount of courses and programs in English, made the country attractive to foreign students. The introduction of tuition fees for free movers from countries outside the EU in 2009, however, caused a drop of 73 per cent in the foreign applications to Swedish master programs for the academic year 2010/11. 31 It is obvious that the country lost much of its competitive advantage once tuition fees became mandatory for non-EU students in Sweden. The global market is anything but easy for a small country like Sweden, as Philip G. Altbach argued in 2002:
Open Markets, at least in higher education, reinforce the inequalities that already exist. If educational borders are completely open, the strongest and wealthiest education providers will have unlimited access. Countries and institutions that cannot compete will find it difficult to flourish. This means that developing countries and smaller industrialized nations will be at considerable disadvantage.
32
Competition on an international market is brutal, but the most interesting question is from where this global hierarchy originates. Why are some countries more attractive than others? The answer to this question is multi-layered. Part of it lies in the use of English as a lingua franca for higher education and research, which benefits certain universities and regions. 33 In fact the British Council projected that in 2020, there will be 5.8 million places for international students in the world, and 45 percent of these places will be in English-speaking countries. 34 The present hierarchy also has a geographical dimension in which students and researchers mainly travel from the global South to the global North. International educational exchange must therefore be seen from the brain drain perspective; the highly educated in poorer countries tend to migrate to the richer part of the globe.
35
This north-south brain drain is not new to the post-Cold War world although the commodification of education and the neo-liberal faith in markets to organise society has given this problem a new dimension. The brain drain discussion began during the Cold War within the context of international aid and support to education systems in lesser developed countries. 36 The idea of brain drain also neatly illustrates the ambiguity of international exchange. Within foreign aid projects, knowledge transfer from the industrialised to the industrialising world has always been an important dimension -in addition to material and economic aid. Educating select persons from industrialising countries would guarantee that instructions on the correct operation of machinery or the latest knowledge regarding agriculture or forestry reached skilled workers. It would also establish familiarity with "Western" values, such as representative democracy or equality, as well as create sympathy for capitalism and the market economy. It is therefore possible to claim that international academic exchange has contributed to the modernisation and marketisation of the globe. But it is also obvious that this idea had, and still has, various problems. Needless to say, many people educated in industrialised countries as a part of foreign aid programs never returned to their home countries to diffuse their knowledge, but choose to stay in or move on to a context where they could earn a better living with the acquired skills.
Hierarchies are not natural occurrences but, rather, result from historical processes. At the beginning of the unequal educational exchange of today lies in eighteenth century European colonialism and nineteenth century international imperialism. But it is not necessary to travel this far back in history to find another rationale at work than the present idea of the market. The Cold War was a completely different political-economic context for academic exchange. Here the international competition did not exist between universities or nation-states, but between superpowers, between capitalism in the West and communism in the East.
The Cold War also saw other types of international academic exchanges than those taking place within the stipulation of foreign aid. From a foreign policy perspective, exchange was seen as a way to normalise the relations between the East and the West, between NATO and the Warsaw pact. With the signing of the Lacy-Zarubin agreement between the United States and the Soviet Union in 1958, exchanges between the two superpowers began. Especially the Soviet Union pushed for international exchange in the sciences as a way to keep up with the technological advancements of the Western powers.
37 Exchange was also an important part of the post-World War II reconciliation between Germany and France and German-US exchange was a key feature within the democratisation of West Germany. 38 The entire Fulbright program should be understood as a contribution to the Westernisation and democratisation of Europe. From an economic history perspective, these large state investments in academic exchange were not made in order to create revenue or to strengthen their own country's position on an international educational market. The main aim instead was, apart from the more obvious motive of knowledge transfer, to create contacts and sympathies between countries and as an integral part of the Cold War value conflict between capitalism and communism.
Before World War II, international academic exchange had yet another rationale, one where the state was less visible. During the interwar years as well as in the decades preceding World War I, exchange was to a much larger extent paid for by private or semi-state actors such as professional organisations, university-administrated funds or philanthropic foundations. In particular, the "Big 3" foundations in the United States, Carnegie, Rockefeller, and Ford, but also actors such as the Alexander von Humboldt-Stiftung in Germany played a crucial part in enabling international scholarly mobility and exchange. 39 This system, which began to grow in the interwar period, funded academics who could otherwise not afford to travel abroad. 40 In his research on Uppsala University Jan Sundin concludes that the increasing amount of scholarships for foreigners through the Swedish state and the University student union laid the foundations for the increase of foreign scholars in the 1930s and after World War II. 41 This interest for international cultural cooperation, which Akira Iriye has called cultural internationalism, shares its origins with this philanthropic approach to exchange, which was later championed by state actors after World War II.
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Hand in hand with philanthropy is the idea of modernisation through exchange. The development of the domestic industries and medicinal expertise are often mentioned as motives for scholarly travels. 43 The change of terminology from exchange to travel is motivated here, because of the phenomenon's unregulated character. What has gained some attention in the Swedish case is the remigration of Swedish engineers from North America, who upon return used the skills they gained abroad within Swedish industry, thus placing this academic mobility within the great trans-Atlantic migration of the nineteenth century. 44 One cannot talk of exchange programs or fixed bilateral agreements in this period, but more of scholars travelling 38 Karl-Heinz Füssl, "Between Elitism and Educational Reform: German-American Exchange Programs, 1945 Programs, -1970 abroad for the purpose of study, research or learning from colleagues at foreign universities or research facilities. Returning to the present situation, this is still the main purpose of these travels, but this same movement of persons now takes place in a completely different political and economic context. It cannot be stressed enough that the process which has been described in reverse chronology here is of a cumulative rather than a periodic character. This means that the actors and rationales present at an earlier stage in history do not cease to exist as new rationales or different actors appear on the field of international exchange. Using the present day rationale of marketisation and commodification, the old state-sponsored programs of the Cold War continue to function alongside with the work of professional associations and philanthropic foundations with their roots in the first half of the twentieth century. What seems to be the case is that earlier programs or institutions are given new roles and functions every time the rationale changes. A common feature is the collaborative character of international exchange, especially between state and non-state actors, such as big foundations or international organisations, like UNESCO. Organisations can also change their aim and scope over time. One example is the philanthropic foundations in the United States from the early twentieth century which took an active part in establishing strong connections, if not to say an educational and scholarly dependence, between the United States and parts of the Third World during the Cold War.
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This last example inevitably draws attention to the funding of international mobility, a subject which thus far has lacked systematic scholarly attention, despite that the question of who funds mobility is highly relevant. Study abroad financed by students and their families is a major investment in education and the majority of these persons apply for a scholarship to finance their stays abroad. But obtaining a scholarship or similar financial support always includes a process of selection which draws the attention to the providers of such support. Why is support given, how and by whom? This is not only a question for the present as, historically, a great deal of scholarly and student movement was made possible through foundations, professional associations or state programs. As these different kinds of institutions were established in different historical periods, a historical study of their work contributes to an understanding of both the internal financial logic of such institutions as well as their impact on the general field of international exchange.
The existing literature on exchange and scholarly travel tends to only briefly address financing as, generally, the main interest normally lies elsewhere. The available literature on exchange as a part of foreign policy or public diplomacy, for instance, tends to focus on the political ideas behind or the implementation of exchange programs rather than on how they are financed. 46 However, the impacts of such programs, such as the Fulbright program, are better researched. For instance, Research on philanthropic foundations is broader, especially on the "Big 3" foundations in the United States: Carnegie, Ford and Rockefeller. 48 In the European context, there has been a growing interest in their international programs in Europe and the wider world after 1945, and the potential impact of these programs. 49 In the Swedish context, there is less research on the "Big 3, " though a recent dissertation has discussed the importance of the Rockefeller Foundation for the development of medical sciences at the Karolinska Institute. 50 The bulk of research is concentrated on two central actors within Swedish-US exchange, the Sweden-America Foundation and the American-Scandinavian Foundation. In particular, the research report by Andreas Melldahl presents an interesting statistical analysis of Sweden-America Foundation scholarship holders in relation to their subject areas and the perceived national needs formulated by foundation executives. 51 There is still much research to be conducted regarding the financing of international scholarly exchange, especially in a historical perspective. There are especially two aspects which deserve more attention, one on the macro-and one on the micro-level. One is long-term investigations into the total investments in exchange by foundations, professional associations and state governments. 
A special issue on educational finance
The articles in this special issue contribute to the research fields outlined above in various ways. Johannes Westberg's article on teachers' allotted farms 1838-1900 deals with the fundamental question of how the expansion of mass schooling was funded. Previous research has shown that local governments such as municipalities, townships and school districts held the primary responsibility for funding the increasing numbers of schools and teachers during the nineteenth century. In his article, Westberg analyses the size and building stock of teachers' allotted farms in the Sundsvall region, and the work that they required from teachers and their households. Showing that the allotted farms could yield crops worth as much as a quarter of a teacher's salary, Westberg argues that allotted farms may have played a significant role in the funding of mass schooling in mid-nineteenth century. Since the number of allotted farms did not increase at the same rate as the number of schools and teachers, however, the significance of these farms diminished during the time period.
The field of popular education is the topic of Anne Berg's and Samuel Edquist's articles. Berg argues that the rise of a continuous popular educational sphere, during the period stretching from the 1870s to the 1910s, partially can be explained by the implementation of a state grants system. By analysing the amount of state grants issued on a national scale, in combination with case-studies on the part played by public funding in a number of organisations that held lectures and folk high schools, it is shown that public funding played an important role. Public funding offered the organisations continuity and security as long as they followed the rules that the state required. Thus, in order to explain the rise of a continuous popular educational sphere, the state must be inserted into the overall picture side by side with known causes such as the formation of a working class and the rise of liberal-leftist political organisations.
Edquist argues that the state subsidies to Swedish institutions generally considered mediating popular education have largely shaped the very concept of popular education in the country. He shows that there is a historically developed tension between two parallel notions of popular education. On the one hand, there is a narrower ideal popular education-emphasising non-formality and independencethat has been discursively nurtured along with a broader organisational popular education, denoting the de facto institutions that have received public funding. Edquist puts forth that the organisational popular education is a reality in itself, spanning over border zones between, for example, non-formal and formal education.
The two articles on the financing of academic mobility are investigations into different funding forms through two distinct financing bodies. Together, these two articles draw attention to the fact that within the vast system of actors in international exchanges, there is more than one logic which determines the overall mobility of individuals.
Christin Mays and Andreas Åkerlund's article addresses the funding of international academic exchange between Scandinavia and the United States through the American-Scandinavian Foundation (ASF) in 1912-95. The article examines both the type and scope of various donations to the foundation and how these affected the scholarship operations in the periods before and after World War II. Mays and Åker-lund argue that philanthropic organisations -in this case, the American-Scandinavian Foundation -have a particular kind of internal economy as their operations are typically donor-funded. Therefore, under the investigated time period, it was the type, scope, and timing of donations which determined the scale and direction of scholarship operations through the ASF.
The article by Andreas Åkerlund on the mobility funding through the Swedish Institute (SI) is an investigation into a state-funded organisation for public diplomacy. It maps the funding sources of exchange through the SI from the founding in 1945 until 2010. One main result is that the SI exchange programs were funded by three distinct sources over the time period: the Ministry for Foreign Affairs, Official Development Assistance agencies and the Ministry of Education. It is clear that the various funding bodies directed their money to particular types of programs, thus creating different programs, which were gathered under the roof of the SI. The results indicate a need for further investigations into the funding of public diplomacy in order to create a more diverse understanding of the economic foundations of academic mobility.
Together, the articles of this special issue shed light upon the varying economic conditions of education. To be sure, this does not imply that we argue that the character of education may be reduced to, or solely explained by, economic factors. Instead, these articles have analysed how issues of funding always have consequences, regardless of the level of education or the period of time. Even though teachers' allotted farms, state subsidies and funding bodies such as the Ministry for Foreign Affairs at first sight may appear alien to what education is or should be, these articles illustrate how financing has had an impact in the most diverse of educational contexts.
As indicated above, this is a field of research that has thus far remained relatively neglected. While this special issue provides an introduction to current historical research regarding the funding of primary education, popular education and international mobility in higher education, it is also intended as a call for further research into these areas. As these articles demonstrate, there is much left to be discovered, if we broaden educational history beyond educational content, intentions and rhetoric.
